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" teachers' perceptions of student affect: ﬁeseatcﬁefsAffbﬁ many &iffé?éﬁé
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East Lansing, Michigan 48824.
Director: Judith E:. Lanier
Associate Directors: Lawrence W. Lezotte and Andrew C. Porter '
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The authors stand “ack a bit from the five studies they have done
on teacher planning snd che literatice they have revicwed to ask them-
selves, "What does it all ;ééﬁ?" They believe research cen inform
practice by providing a déeper understanding of Wﬁac Eeééhefé do and how
their strategies work. They found that iij planning is important to
teachers and generally invisible to everyone else, (2) plamnisg ia

practice differs from traditional prescriptioms for planning, (3)

planning during the first-weeks of school has long-term effects, (4)

puts thought into action; and (7) teacher reflection aids teacher develop-
ment. These findings have impilications for such areas of practice as
professionalism.in teaching, timing and nature of the practicum experience,

planning styles, the role of the prinmcipal, and more.



Give me a firm place to stand, and I will move
the earth.

Oni the Lever

Archimedes

A glimpse at this "hiddsa" side of téaching may
increase our understanding of some of the more
visibie and well-known features of.the process:

P - - ,7, - ,,,,77',,,, - - R
Philip Jackson (_1966, p.12)

o)



THE HIDDEN WORLD OF TEACHING:
'IMPLICATIONS OF RESEARCH ON TEACHER PLANNING'

Christophsr M. Clark and Robert J. ?ingérz
Since 1977, we have $af§aéa a program of research on teacher plaﬁﬁiﬁg

sponsored by the Michigan State University Institute for Research on
Teaching. Although we think of this work as basic research, we acknowledge

our respon51billty to relate both the processes and products of our iﬁgﬁiry

to practical issues in teaching and teécﬁef education. This paper is our

first attempt to stand back a bit from the details of the five studies we

have done (Yinger, 1979; 1980; Clark & Elmore, Note 1; Clark & Yinmger,

' Note 2; Yinger, ﬁcte 3), and from the modest body of literature on

teacher planning that we have reviewed (Clark & Yinger, 1977) to ask
"What does it all mean?"e

Our ortentation to research om teaching (one that is shared by many
of the.prcjects'ét the Institute for Research on Teaching) is called the
cognitive information-processing approach (Clark, 1979; National Institute
of Ediucation, Note 4). This research centers upon the basic psychological
processes thought to occur im & teacher's mind that organize and
direct his or her Beﬁaéiof both prior to and during interactive teaching.

Given the complexity of the teaching situation, the implied model of teaching

tn earlier version of this paper was presented at the annual meeting of

‘the American Educarionai Research Association, Bostonm, 1980.

PrOJect and a ﬁfbfesséf of educational psychology at MSU. Robert J. Lnger
is a senior researcher with the Teacher Plamning Project and a professor

of educational psychology at The University of Cincinmati. The authors

wish to express their appreciation to Robert Katterns, who read and commented

on a draft of this paper, amd to Patricia Marshall for assistance in manu-
script preparation.
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a complex task environment and simplifies it by defining part of it as the
problem space within which he or she w:ll work. The judgment and decision-
making processes that affect how a teacher simplifies and organizes a
classroom aré central to our interests. These basic processes have been

investigated in the psychology laboratory, but have not been thoroughly
éEﬁ&ié&\Eﬁxigéiiétié and complex school settings.

The basic p§§556ldgiééi processes of teacher judgment and decision~

making do not operate in a vacuum.. Researchers using the cognitive

\\

iﬁfdrﬁatiéﬁiﬁféééSSiﬁg approach must attend to the psychological; ecological;

and social contexts in which basic processes are embedded: The psychological
context for teacher judgment and decision-makirg is made up of the teacher’s
implicit theories, beliefs, and values about teaching and learning. The

ecological context includes all of the resources; external circumstances;
iy .
<

the collective and interactive properties of the classroom group both in-

judgment and decision-making might be seen in actiom; we have been led to
investigate teacher planning: The various kinds of planning that are
undertaken by teachers provide opportunities to study how teachers' thoughts
actions reflect the psvchological; ecological; and social contexts for

decision-making.

s E;
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 Having stated our purpose and laid out some of the assumptions that
guide our “inquiry; in the remainder of this paper we address three topics:
1: the issue of how basic descriptive research on teaching
can inform practice;
2. a brief overview of our research questions and methods; and

3. seven findings from our research and our ideas about what

Research Into Practice

Ore of the most difficult challenges faced by researchers on teaching
is how to make the results of their work relevant to teaching and teacher:

education. 1In the case of correlational or experimental research, this
problem is usually characterized as ome of generalizability for the
findings. The goal of this kind of research is to discover gemeral princi=

ples or law-1ike statements about the relationship between teaching and
learning that will apply across many different settings. Eventually,
researchers hope to combine these laws of teaching and learning with a

effects on the practice of teacher education, most notably in the context
of competency-based teacher training: But researchers are still very far

from the theoretically attainable prescriptive theory of teaching; in

part because of the enormous differences between classrooms. It has even

been suggested (Cronbach;, 1975) that a géﬁéféliéébié prescriptive theory
of -instruction is an impossible goal because factors unmique to each

teaching-learning situation (and interactions between these factors) are

, powerful enough to produce numerous exceptions to every proposed law.
LS . o :

ERIC . )
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What Role for Descriptive Research?

Descriptive research on teaching, including our work om teacher

situations, in terms that make sense to the participants. Descriptive
research is not intended to be the handmaiden of correlational and ex-

perimental work; as has been suggested by Rosenshine and Furst (1973).

subsequent experimental studies. Rather, it is an attempt to find out
both what is going on out there and how it works in particular situations.

One might argué againSt this approach by stating that what "is" in
teaching is not necessarily what "should be." We are mot in oppositica to
this ﬁééiEiﬂii However, we believe that it is imppftant to examine and
describe the Behavior of experienced and §ﬁtté§§fﬁi practitioners who have

environment. Furthermore, our stance is that models of teaching based on

what is possible in the classroom will -in the long rumbe more—effective
than models borrowed from other fields (e.g., medicine, counseling,

cybernetics) that are too difficult and complex or simply inapprosriate

for most classroom teachers to implement.

yield rigorous prescriptions in order to be of value to teachers and teacher

educators:

We suspect that the generalizations derived from classroom

research and theory have a different role from those of

the natural sciences. They function not as predictors of

future events but as guidelines for understanding particular
situations and contexts. Thus, at best; generalizations about
teaching derived from research act das guides to assessing

the likely consequences of alternative strategies in complex

educational situatioms. Such %F?%féiizations must necessarily



be indeterminate since they canmo: predict precisely what
will happen in a particular case. But this does nmot
decrease their value for the teacher; he is not interested
' in establishing gemeral laws: Theories can be of value

in specifying those dimensions which are relevant to an

understandiiig of classroom phenomena, can extend the-range
of hypothesss (alternative strategies) considered, and
‘sensitize the teacher to the possible consequences of his
actions (p. 47).

fhéérié;, fiﬁﬁiﬁéé;-and ccncépté deéived from classroom research
constitute a vital part of the raw material that teachers may use to
describe, understand, and influence events in their own unique classroom
situations: We hold that teachers should be helped to think from theory
and research but pot be controlled by them: Or, in Philip Jackson's words:

Customa. ily, we speak of putting theory into practice.

But that is not what we do at all. We put theory, or

whatever you want to call the ideas we transmit, into
practitioners, where it may serve a wide variety of

functions, only ome of which is the actual guidance of

their actions (Jackson; Note 5; p. 36).

The particular example of "theory into practitiomers' that we addiress

related professional tools:

1. technical skills and.strategies for imstructior. and
management;

2. subject matter knowledge;

> 3. concepts and categories for seeing, understanding, and
thinking about teaching and learnings; and

é. a view Or preview of what the profession is or could be _
like for the teacher -- a context for thinking about teaching

When we consider teacher education in this way; it seems to us

that our descriptive research on teacher planning has something to offer
g,/




s ’ - ‘ : -
O N S -
teacher education primarily. in terms of the last two itefms, concepts and

technical skills and subject matter mastery only indirectly.

Teacher Plamning ),/’//

The mention of teacher planning brings to mind thoughts and ﬁfiges of
outlines; plan books; 6Bjéétiﬁé§; textbooks; syllabi; and a ﬁé;#éfi of
retated products and activities. To accommodate this ricEness éﬁ& variety,
we have defined teacher planning very broadly to include any activity of a
teacher that is concerned with organizing his or her school-related |
activities; or the activities of students; other teachers; aides; parent
volunteers, and so on.

Piénﬁiné may be formal, as when a teacher prepares a lesson planm or
outline of a unit in science, or iﬁfdrﬁﬁi; including the usually invisible
thinking that a teacher does while shopping; driving home’from work, or

eating lunch. As long as what a teacher is Jdoing aids in preparing a

of planning activity come to light.

.« First; planning is iégéi&%g as a process strongly oriented toward

‘action rather than; for instance; knowledge acquisition or seif-

development; such action will most 1likely be visible to. and may imvolve
other persons (e.g., team teachers, aides, reading specialists).

duces -the problems of uncertainty and unpredictability: Our knowledge

_of the future is scanty and the complexity of social interaction makes.

ﬁékiﬁg judgments and decisions using incomplete information. Prediction

is as important in plamming as careful orgamization of content, materials;
and the like is: o . I »
1 .
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i . 'Vﬁaking, and jﬁdgnént. Planning, when it.is done weii requires 51gn1fi—

and experience; and involves a wide range of mental activ1ties,1nclud1ng

predicting, guessing, weighing, restructurxng, and'v1sualizing.
/

/ -

Research on Pianning /

/

\ /
.- S o i H o oo B
In this section“§é~éxnlicate the reasons that convinced us of the
tmportance of studying teacher planning, ghe résearch questions that
— - ——— 7 T e iIIiZ

\ / o
organize our research and the methods that\we have found to be useful

in pursuing these questions.

Why Study Teacher Planning? //// \

for four reasons. First; as we stated eariier, teacher planning

is a promi51ng topic in the‘study of teacher thinking and the relationship
between thonght and action in teaching; for example; a study by Peterson,
Marx; and/Clark (1978) indicated that- teachers are more able to‘taik about
their thought:/ﬁh:fe planning for 1nstruction than they.are able to recall

while actuaiiy engaged in instruction. Sec_jo'n'di teachier

<"is a topic of comncern to practitioners: To illustrate, teacher

-~ negotiations; informal conversation with teachers and educational

'j=3j adninistrators indicatés a conviction on their part that planning for

instruction is a very important aspect of their work. Third, the study of

,.
-
Q!




teacher planning may serve as a window to the pedagogical ideals of
teachers: In describing plams for a lesson, ﬁgék; unit, or term, and

in comparing the actual implementation of a plan with the planned and
hbped:fqg scenario, teachers may provide us with valuable insights about
their implicit theories of teaching and iéaiﬁing as weii as the criteria

Fourth, research on teacher planning offers the possiblllty of acting
as a link between research on curriculum and research on teacher behavior.
These two bodies of réééérch have deveibped relatively in&épéﬁdéﬁEi§ of 7/7)?////

one another; an

of practice once ﬁéﬁé& for. By studylng how teachers/bting (or do not
) o ) S ;///

bring) curriculum and instructional perfpgggnce together during their
- . S . R

plamiing activities, we may be.able to bridge the gap between them and

éVénggéiiyAﬁégg;a4ﬁbsitive impact on the practice of teaching.:

JESEC - --

; Research Questions

Teachéf-piaﬁﬁing is a complex professional activity that takes many
forms. ﬁg such, teacher planning constitutes a large and ééEéﬁEi&ii? rich
reséarch domain. One way to represent this domain is proposed in Figure 1,
vhich we have used to generate research questions about influences on
teacher plamning, the process of planning, the products of the ﬁléﬁhiﬁg
process, and about the eventual effects of teacher planning on students
and on teachers themselves.

One important research topic is the fattors that influence teacher
planning. H&i& do teacher characteristics; student characteristics, curricu-

lum charagteristics; and environmental factéfé combine to affect planming?
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The Process of Planing Classtoon Iateraction  Effects
~Experdence - (lasstom. o
Personality - Tmmediate - Interaction: Bifects of
- -Intellectual Ability Bffects of iy o | g
Saowledge of Sibject b4ifhg o ontydc;n- tbe Teacher
Problen-Solving Sijle the Techer e o
-Repertolre of Teaching i
 Skills and Strategies Srcents
-Teacher Implicit Theories
Stulent Characterstics T
~Grade Level Teacher Planning
~(lass Size | -Overt Behavior e
Coguitive Readfoess | | hile Plamaing —
=Soc{al-not ional Readiness 3| Tiinking while | | The e
Planning (CUﬂt?ﬂt g TE&&B& 's _ecogni%iv‘e
I — and processes) —Plan _ 7 Soctal-
Curriculum Characteristics — Enot1onal
| =subgect Matter . f '
. -Materials '
Envirommental Factors
-Classtoon Organization
-School Schedule
| T Mvatlable
© -Administrative Regulations )
-Aecountability Systen ) LT
Piguze 1. A model for research on teacher planning for. instruction.
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The overt and caveft processes that SCéuf during ﬁiéﬁﬁiﬁg is another
potential research tbﬁié. The effects of planning on the subsequent
‘¢lassroom 1ﬁtéraétiaﬁ and on ﬁaié long terii outcomes are two other iﬁ@éiééﬁé
research topics within this domain. In addition to addressing these

topics individually, one could begin to explore the relationships between

curricula, and the environment affect the process of teacher planning
for instruction? Or how do variationms in planning processes affect sub-
sequent classroom interaction?

To guide our inquiry we have grouped research questions under three
ﬁ256r héadiﬁg§: the hdw of teacher planning; the why of teacher plamning;

and the relationship between teacher planning and teaching effectiveness:

The how of teacher planning. To amswer the question "How do teachers

amount and distribution of time spent planning, settings in which planning

takes place, the types of planning engaged in (with regard both to scope
of the plan®—— yearly, daily, and so on = and to the differences between
. AN . . .
planning lessoms for the first time compared with revision and adaptation
T ~ : :

of previously taught material), variety of the forms that plams take,
réédurcéé used by teachers, sources of ideas, and différéﬁcgsgiﬁ the focus
of planning (e.g., focus on teacher verbal behavior camparésn;ith fociis on
student activity or‘ teacher physical ﬁ&?éﬁéﬁﬁj;f

In.exploring the psychology of planning; we need to know more about
the psychological §r6¢é§Sé§ that teschers use while planning. How do

' judgment; visualization. memory; and tolerance of umcertainty comtribute
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istics play in teacher planning? Sociological factors such as teacher
.role definition, institutional press, peer expectations, and administra-
tive regulations can also be hypothesized to shape and limit teacher

-

 The why of teacher planning. In addressing the. question "Why do

teachers plan?" we are interested both in teachers' motives and goals

(internal influences on teacher planning) and in external fact?ff’ffff/——,,,,,,g._/

script for action, increased subject-matter mastery, conformity to teacher

tole expectations, and cotpensation-for the isolation of the self-contained

classroom. What other motives and goals wmay iié behind teacher planning?
\ What individual differences exist in the mixed and relative éﬁﬁthiS_bE.
these motivattons for planning? v
Among externai influences on g?acher pianning’ﬁé have considered .
curriculum ﬁ?tériéiég classroom and school organizztion, é&miﬁist;étive
requirements; accountability systéﬁs,.aﬁéhﬁtééétViéé and inservice training.

 In what ways do these and other factors external to the teacher influence

the amount and kinds of teacher planning? ‘What are the consequences of not

ﬁ_“ﬁiggping_bg_gfrpbdr'pi;ﬁﬁiﬁgé 'And how do the forces that influence and

_motivate teacher planning interact as the school year progresses and the
social system of the classroom develops? .

“ - g
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Teacher planning and teaching effectiveness. in this third focus of

our research we are concerned both with teacher effectiveness in plannirg
as an end im itseif; and ﬁifﬁ'tﬁé effects of teacher-planned classroom
teﬁaGiof on student outcomes: What cfitéfiavﬁo Eeacﬁéfs use for judging
the compieténess of a pian? What;are the differences; in the eyes of

""" What is inportant to know
before entering the classroom? What part do teacher expectations about

students piayZ__Hhat_is—the_xeiationship of a plan to subsequent interactive
/ »

e

/4 e -
to effects on

eacher thoughts and actions, and;throuah teacher actions

\-I'\

students?

Methods of Research -
| The cognitive infofﬁation-éfocessing appioach to research on teaching,

is generaiiy concerned with the mental processes that are thought to underlie
behavior. For this reason teachers' séifirepnrts of theit thonght processes

often constitite a main source of data (see, for example; Bussis, Chittenden, .

| -& Amarel; i976; Peterson:& Ciark* 1978; Yinger, Note 3 Morine & Vallance.

ﬁaté,sfz We have obtained teachérs' self-reports by trééitinnai'interVien and

questionnaire methods, by jnurnai‘keening, and by "think aloud" prncednres

in which a teacher is asked to 7ertaiizé all nf his or her thoughts and

decisions while they are taking place. - | 7
In gagifiaa to teacher seif—reports of various kinds, observation is

an importgnt method of investigation in this approach. ‘We have employed

ntservations of tﬁo géneral t?pés: participant observation, in which the

-observer participates ‘in and becomes a part of- the/;dcia’:phenomenon being

studied, and non-participant observation, in which the observer attempts to
be as unobtrusive and'objective a possible. In the case of participént ;

¢t 19 s .
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observation; a Eééhﬁiiué borrowed from anthropoiogy; the researcher

.

‘.. to understand more completely their mental processes and the relation

Ships between these mental processes and action. Non-participant obser-

report teehniques described asavé;

In addition to teachers' seif-réports and various kinds of observa—i
especially policy-capturing techniques using the lens model of Egon Brunswick
(Hammond, 1971; Rappoport & Summers, 1973). Attempts have also beem
made to &eveioﬁ'éaaplei process descriptions that model more specific decision-
ﬁékiﬁg behavior of teachers ﬁsing tééhniques that‘have been sueeessfui in

'ﬁéture. The teacher and the researcher often find themseives acting as )
. 7 ;

-

their;o?n 1nstruments; There are few recognized tests of the validity or
feiiééiiiti of these ﬁrocedﬁres and techniques. The methods seem .to have
‘a persuasive face validity, espec1ally to experienced practitroners. But
much work remains to be done in developing, standardizing; and Improving

/

these tools for 1earning about ‘the elusive mental lives of teachers.
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done elsewhere (Cia;k & Yinger, 1977, 1979; Citark & Elmore; Note i). We
are by no means ready to recommend a particular way of planning as
superior; but we do have Some preliminary Eiﬁ&iﬁgg that will be useful
Before we address these fig&iigg specifically; we would like to make a few
comments about teacher planning as & gemuinely professional activity.
Herbert Simon (1969) argues that design is the principal mark of
professional activity. Enginmeering, architecture, business, law, medicine,
and education are all centrally concerned with the process of design,
that is, the process of devising ééﬁfééé 6% iééiéﬁ aimed éé changing
existing situations into éfefei?ed ones. A central theme of our research

findings from the beginning of our researchprogram (Yinger; Note 3) is -

that teacher planning might be best represented as an intuitive design

reality the "hidden world of teaching."

Criticism of school effectiveness in producing desired outcomes in
student iégrﬁiﬁg‘héé led to continued pressure and Eﬁpﬁé§i§ on what
teachers do when students are in éﬁélciééérbbﬁ:.;ﬁbét efforts at improving

1ﬁ§ffiiéfibﬁ and learning are aimed at iﬁiﬁjd&iiﬁg the visible tools of

_Eéééﬁiﬁé such as teaching techniques and strategies, Eﬁffiéﬁi&; and
- materials. Little or no effort ﬁas been put into imprS%iﬁg iﬁééfﬁéfiéﬁéi
yiéﬁﬁiﬁg and deliberation, which, in our opinion, conistitite the core

-~ \(i'l

(A
|\ T
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éadiy etiough, the ignoring of this key asﬁéétiéf teaching behavior
is not only true of the public but of many teacher educators. and teachers
themselves. One of the ant-éiciting implications of research on'teacher
planning is the potential for ﬁigh1ight1ﬁg the impnrtanca of pianniﬁg as

about the true professionalism of teaching:
\

—

Finding 1. Planning is plural, important, and invisible: In our

surveys, interviews, and observation, teachers all agreed that they do a

' great deal of different types of planning. =Planning is plural, planning

is important to them, and planning is génaraliy invisible to everyome

else. Our survey results show that elementary-school teaéhérs spend an

average of about 12 hours per week planning for instruction, including
five hours per week planning for reading and languagé arts, 2.25 hours

~

. per week for math; 1.7 hours per week for social studies; and 1.4 hours

per“week for science: In addition to lesson plamninmg; the teachers

-

listed daily planning, weekly planning, term planning; unit planning;

parent conferences) as differen//types or varieties of teacher planning.

All these types of planning are important to teachers (althongh teachers

, most frequently said that Weekig'planning was of primary importance), and

thé? all take time. If this set of findings is true, what lessons cnn
- N : i
be drawn from them? - \*<< ,

attention to the many different types of planning. The emphasis in most

undergraduate training programs is oh lesson planning and;iperhaps, unit

planning. ~But prospective teachiers need to experience the full range of
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teacher planning and the challenge of making the many tradeoffs, adjustments;

and fine tunings of their plans that are inevitably necessary in the par-

k=l

tialli-ﬁnpiédictaﬁlé warla of the classroom.

Some inservice days or hal ‘da¥§§§h°UId be set aside for 1ndividual\and

: | - :
g?&iip teacher planning instead of for lectures frcm visiting experts. And,
most of all, uninterrupted plamning must be recognized as a legitimate

and réspected way to spend “campanv time.“ If planning is truly at the

priority for Support 7 an it typically does. This issue is one on which

teachers, administrators, 7 drunlon ofticials can all join hands in mutual

self-interest. More time/and s"pp\Ft for planning will pay dividends in
- more effective and better organized teaching; higher morale, and better
=g : :
_ S, - _ - :
use of expensive éﬁt?&bﬁlﬁﬁ féébﬁfbéé and materials.

2

Finding 2. " Planning in practice differs from traditional prescrip—

tibﬁs fcr:planniggi Our secénd finding is tﬁaE experienced teachers do

the planner begins with a-specific learning objective, generates alter—

native ways to ﬁéet that objective,; and chbbses'thé best altérnative.
R v
This is the way that teechers are taught to plan, Eut it simply does

///dess:\\e what actually takes place. In our experience, teachers
~

G
~
o
¥
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typically begin with an idea for an activity. This idea is elsborated
and adapted to fit the time avaiiabie, student and teacher interests,
resources on hand; and so forth. It is only at this iate point in the
planning process that teachers are comfo rtabie with predicting What
specific skiiis and processes their students may learn by doing this
activity. There is mach more emphasis on smooth exeeution of the process

and on full participation by all students than there is on mastery of

.behavioral objectives. And it is practically unheard of for a teacher

to spend time developing several different activities for the sake

of choosing the "best" ome and rejecting the others.

for teaching:. Toomey's research (1978) -also supports this point:

. The 2pproach that. we have just described as typical of experienced

practicing teachers seems to fit well with the demands and constraints

 of iife in classrooms:: Teacher planning is preparation for organizing

and carrying off a complex series. of social interactions, replete with
uncertainty. We believe that the demands of the art and science of teach-
ing have shaped teacher . plannlng to produce a variation that is adaptive.

Rather than try to impose a single logical (but possibly impractical)
teach prospective teachers that there is more than one way to pian, that

and that the sun does not rise and set on behavioral objectives.

Piﬁdiﬁg 3. Pianningiduriugethesﬁirst weeks of school . has long-

' téfﬁ effects. -Part of one of our studies of teacher planning invoived

interviewing five elementary school teachers and observing in their

o o - : 2341.;



diring the'firSt few weeks of the school year. During §eptember;_a
framework of rﬁieég routines; schedules; expectations; and groupings
of students is established that has far-reaching effects for the
remainder of the school year. In addition to allocating time for and
planning instruction in the various subject matters, teachers are
concerned with planning for the physical environment of the classroom,
assessment of studemts' knowledge and abilities, and with establishing
a workable and constructive.social system to serve as a f&ﬁﬁ&étiéﬁ
for instructional activities. Schediules, routines, new curricular
materials, and groupings are pilot tested and adjusted during the first
few weeks until, in early October, a reasonably workable systen emerges.
With minor modifications, this system characterizes the remainder of
the school year. Other descriptive research supports this picture of
the first weeks of school (e.g., Schultz & Florio, 1979; Yinger, Note 3;
Buckley & 'C'o”o’ﬁe’f; Note 7; Tickunoff & Ward, Note );8’;:~Aﬁ'ciér§aﬁ & Evertson,
Note 9). - :
If planning in the first weeks of school is so imporfant, what does
- this mean for the teaching prefes’sionb One implication for teaéﬁéf |
educators has to 'ci'o' with the p"ra'cti'cum cxperience timing for student

partaking in the first weeks of plamning, -which may largely determine -
the character of the glassroom. The typical practicum experience

'provides some training in operating the classroom system in a steady
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have crystalized. ;Héw ﬁuch more éﬁéiiéﬁgiﬁg and §f6féssibnaily relevant

getting the year off to a goqd start. In cases in which actual field
éiﬁéfiéﬁéé in plamming and ﬂéfgéﬁiiing‘thé fi-st weeks of school is not
possible for preservice candidates; simulation exercises could be
developed that provide some training and practice in this important
domain of professional activity.

Practice in planning and organizing the first weeks of school becomes
é§§é61&11§ fmportant if the notion that the school and its ﬁrbgréns should
milieu of the community of which it is a part is taken Seriously; This
éﬁggééfé that new Eéééﬁé£§ at a school should spend at least some part of

the late summer getting to know the community; visiting the homes of their

prbspéCtlve students, and grounding their instructional and social system
decisions in the reality of the 1arger»qgmmunity in which their students
live: o | :

Another suggestion that follows ‘froii what we have learned about
planning dnring the first Gééﬁé of school is-éddrésSéd'tb school édninis—
strators. Lini;ed/;ime, interruptiois;'éﬁ& ﬁﬁéiﬁééfé& schedule changes
are diffiéﬁif/énbﬁgh té'C6pé-ﬁith duting the later parts of the school

’ year: But,during the first weeks of school, these constraints and intru-
sions can easily make a shambies of teacher plannlng and classroom organiza—
A: tibn. Adﬁinistrétbrs should protect their teachers as much as possib;e

from changes and demands nhat while seemingly trivial, mfght upset the

-
~ oo
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delicate balance that teachers are trying to establish in September: -

teachers back on the payroll soonmer than the typical two or three days

.

before the students arrive? Even one more day, devoted mainly to )

 planning;would help a great deal in making the most of a very difficult
time. Teachers and students. are likely to reap the dividends of such
an investment for the whole school year.-

answers to this question that suggest a strong link between planning and
curriculum. For example, teachers reported that they piéﬁ in order to
learn the subject matter themselves, to prepare or acquire needed
curricular materials; and to make decisions about the content; pace;
‘sequence, completeness, and clarity of the curricular materials they .
have to work with. The most frequently mentioned resources used |

in teacher planning were teacher's guides, teacher's editions of student
textbooks; and student texts themselves: In short; much of teacher

"What do I have to work with and how can I best present it to my

students?

at least ome mew curriculum at the beginning of the interview period. Two
of the teachers delayed their implementation of a new math curriculum for
£p to five weeks because they were awaiting an inservice workshop on how

27
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to use the new curriculu. The other three teachers began to use their

new curricula very conservatively, following the teacher's: guide
meticulously and with almost 56 adaptation of the curriculum to the
uniqueness 6% their students and classrooms. Given the circumstances
of no prior experieuce with the curricula and a sense of urgency about
getting started on academic activities, these teachers behaved in a

reasonable uai. But the situation could have been considerably improved
if the new curricula had been comprehensively introduced, "walked
through;" and analyzed by the: teachers during the previous spring. The

teachers would have been able to adapt the mew curricula to the charac-

\

teristics of their students and other circumstances peculiar to their
classtrooms rather than sit and wait or implement without adaptation.3
Finding 5: Routines can increase teacher efficlency and flexi=

hiiiry. The complexity and unpredictability that characterize the teaching

at any one time: One method we found teachers use to cope with these
aem;nas is to develop routines. _Tﬁé §6ﬁ£iﬁi£é£i&ﬁ of action fixes éértaiq
‘aspects of behavior and thus reduces the amount of information that must
be evaluated, decided upon, and manipulated. Since most planning must

necessarily take place on the teacher's time--before and after school and

3This recommendation is consistent with the research and writings

of teacher educator and curriculum theorist Miriam Bcn—Peretz (1975) of

-the University of Hiafa, Israel. She argues that teachers should be
trained and supported to analyze, take apart, reorganize, and reassemble

curriculum materials; both te permit adaptation to fit their own unique

rather than the feeling that they are mere technicians executing
someone else's plan.
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successfu;ly unless the students are brought rather fully into

in the evenings or on weekends--and since giéﬁniﬁg comipetes with other
activities for this tiﬁé; thé use af rbﬁtiﬁes reduces- the time and emergy
Often the word * routlne carries wrth it a negaEIGé connotation of
inflexibllity Our findings suggest that routines can be effectively used
in the classroom to improve and simplify both planning and teaching.
Routines can simplify the planning task by reducing the need to plam each
new activity from "square one." Routines can increase the effectiveness
of in=class time’ by increasing the stabiilty of activities .and reducing
time lost to 1nterruptions They can also increase student tisie on task
by increasing the predictability of activities and possibly reducing the
students® anxiety about ﬁhét will happen next and what will be expected of
them. It is likely that routines are a common tool of experienced teachers,

but few educators encourage their use to preservice teathers. We suggest

of using routines;while at the same time warning of the dangers of rigldly

’

-relying upon them.
Finding 6. Communicating pians puts thought into action. Our.

research on teacher planning has made us think about the link between

the knowledge
of what to do and how to do it; and brought to a commitment to cooperate
i1 the process: Planning itself is. given inadequate attention iﬁ‘ﬁrééérvice

and inservice teacher preparation, but usually is addressed at &

29



communication of plans to'students is almost never addressed. Yet
successxcr‘faiiure of this link between thought and action’ can make a sub-
stantial difference between whether a plan is merely a grandiose entry in a

. plan book,or becomes the description of a lesson or activity well executed.

Céﬁﬁﬁnicatinn of teacher plans (or the absence of communication) is

§é§£iéuiériy important at times bf'traisitibﬁ between activities and sﬁtiéct
matters. And communication of a.plan need not be simply oral. Part of this
66ﬁﬁﬁni§§tibﬁ can take the form of ﬁéteriais 6fg;ﬁiiéd by the téachérj dia-
éraﬁs, routine configurations such as reading groups; and even ﬁantcﬁiﬁé:

But the essence of our recommendation is that the more imaginatine the thought
invested in communication of teacher plans to students, the more likely those
plans are to come to fruition without undue confusion, déiay, or back-
tracking. Training exercises could be created for both experienced teachers
and preservice candidates in whlch they create and practice dellvering the

communication of .a plan in several different wayS, and obtain feedback on

Although we believe that ccﬁﬁﬁnicatibn of the plan is important, we
do mot want to leave the impression that the criterion for good
planning is that the teaching match Eﬁerﬁianﬁiné exactly. On the contrary,

our research indicates that many experienced teachers create elaborate plams,
communicate them éiéafiy and completely, and then feel free to depart from

r i : o
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them if a better idea or opportunity unexpectedly presents itself.;hy

not become slaves to their own plans. They stayialert for ways to build

on a good start that iﬁcorporatés students' iﬁtétéétg, needs, and moods..

v

told us that they were then much more likely to be slaves to their plams

. and miss nﬁpre&ictahié or unéipécted learning opportunities as a Eeénitz

Ehi:’zking and planning on a day-to-day basis. We also met with tﬁésé teachers
each week to go over their journal entries and have them explainm and elaborate

théﬁ where appropriate. While we learned many important and interestin°

The process of j&&;ﬁai keeping was. a powerful experience for
the teaehers who undertook it. They reported that they learned a great

deal about their own thiﬁkiﬁg and teaching. Until asked to keep a éetéiieé

they put into planning for instruction. In a sense; they were newiy

appreciating themselves as professionals. Until this time, the teachers'

 activities that are most like those of physiciaﬁs,}iawyers, and other

professionals were iargéiy hiddan from view. Ehéif morale seemed to improve ..

‘as they became aware of this and other things: Bat‘more importantly, these

teachers became researchers on their own teaching—-alert to the many oppor—

tunities teachers have to take\responsihility for their own contirued pro-

3t



fessional development--and to gradually and systematically improve the effec—

tiveness of their teaching and the quality of life in their classrooms:
Certainly not every teacher would respond so dramatically to the

'tute potentially powerful and inexpensive components of an imservice

professional development prograi.
Conclusion
We have only begun to answer the many questions that we and others

have raised about the hidden world of teaching: about the how, the what,

" . and the why of teacher planning; and about the relationships between planning

and action in the classroom.- This is our first derivation of implications
for teaching and teacher education. We are at once confident that these
suggestions make sense to practitioners and aware that these ideas will be

challenging to implement. Obviously more research is indicated--not only

‘basic research of the sort that we have begun, but also research in the

context of teacher education and applied action research of the sort that a
principal, a faculty, or a single teacher.can use to explore, reflect om,

and improve the quality of thought and actiom in Schools. We are in mo

‘immediate danger of exhausting the secrets of the hidden world of teaching.:
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